From 1995-98, The Consortium for Policy Research in Education (CPRE) teacher compensation researchers conducted interviews and survey questionnaires of teachers and principals in three sites to measure the motivational effects of school-based performance award (SBPA) programs. When a school met preset educational objectives, the SBPA programs in Charlotte-Mecklenburg (North Carolina) and Kentucky provided salary bonuses to all the teachers in the school, and the SBPA program in Maryland provided a monetary award to the school for school improvements. CPRE researchers found that the SBPA programs in two of the three sites helped teachers focus on student performance goals. However, the motivational power of the programs varied due to differences in teachers' beliefs. For instance, it mattered whether teachers believed their individual effort would lead to increases in schoolwide student performance, the SBPA system was fair and the award amount was worth the extra effort and stress, and whether they would be given the award if they could produce the improved performance results. The relationship between teachers, motivated by school-based performance awards or sanctions and improvements in school performance, also varied and may have been attributable to differences in the actual programs as well as the local context. Contains 23 references. (DFR) The Motivational Effects of School-Based Performance Awards by Carolyn Kelley, Allan Odden, Anthony Milanowski, and Herbert Heneman Ill From 1995 From -1998 , CPRE teacher compensation researchers conducted extensive interviews and survey questionnaires of teachers and principals in three sites to measure the motivational effects of school-based performance award (SBPA) programs. When a school met preset educational objectives, usually related to increases in student achievement, the SBPA programs in Charlotte-Mecklenburg (North Carolina) and Kentucky provided salary bonuses to all the teachers in the school and the SBPA program in Maryland provided a monetary award to the school for school improvements. CPRE researchers found that the SBPA programs in two of the three sites helped teachers focus on student performance goals. However, the motivational power of the programs varied due to differences in teachers' beliefs. For instance, it mattered whether teachers believed their individual effort would lead to increases in schoolwide student performance, the SBPA system was fair and the award amount was worth the extra effort and stress, and that they would be given the award if they could produce the improved performance results. The relationship between teachers who were motivated by school-based performance awards or sanctions and improvements in school performance also varied and may have been attributable to differences in the actual programs as well as the local context.
The Consortium for Policy Research in Education (CPRE) studies how various state and local education policies support student learning. In order to promote improvements in policy design and implementation, CPRE currently conducts research in four areas vital to education reform: accountability, capacity-building, governance, and school finance and resource reallocation. Among these studies is the Teacher Compensation project, which through research, conceptual development, and technical assistance seeks to explore ways in which compensation might be better used to support the education of all students to high standards and the continued professional ization of teaching. The project seeks to better understand the role of compensation in organizational develThe Consortium for Policy Research in Education (CPRE) studies alternative approaches to education reform in order to determine how state and local policies can promote student learning. Currently, CPRE's work is focusing on accountability policies, efforts to build capacity at various levels within the education system, methods of allocating resources and compensating teachers, and governance changes like charters and mayoral takeover. The results of this research are shared with policymakers, educators, and other interested individuals and organizations in order to promote improvements in policy design and implementation. CPRE is supported by the National Institute on Educational Governance, Finance, Policymaking and Management, Office of Educational Research and Improvement, U.S. Department of Education.
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University of Pennsylvania a Harvard University 0 Stanford University University of Michigan a University of Wisconsin-Madison 2 opment and ultimately to build on the strengths of existing compensation systems in education and other sectors to make compensation an important element in the support of standards-based education reform and teaching excellence.
Previous CPRE publications, such as Susan Fuhrman's The New Accountability (1999), emphasize the importance of linking policy concepts to achieve the greatest effect. For instance, new accountability systems that contain clear standards and strong incentives, but pay no attention to building the capacity of teachers and administrators to support such efforts, will not work. Conversely, capacity-building without a clear system goal might also be ineffective.
One popular accountability strategy being used by an increasing number of states and districts across the country is schoolbased performance award programs. These programs are intended to align individual or school-level monetary incentives with a school's ability to improve student achievement. CPRE teacher compensation researchers examined several school-based performance award programs to see if the design and implementation of the programs achieved the intended results.
Description of the St dy
Through on-site interviews with teachers and principals (all sites), and mail surveys of teachers (Charlotte-Mecklenburg and Kentucky) and principals (all three sites), CPRE researchers studied the motivational effects of school-based performance award programs and whether teachers' reactions correlated with improved student achievement. The researchers used as their conceptual framework two well -known theories of individual motivation: expectancy theory and goal-setting theory, which have an extensive research base. The research design was not intended to measure if SBPA programs caused improvements in student achievement but rather to discern the motivational effects of the SBPA programs on teachers.
The first motivational theory, expectancy theory, suggests that teachers are most motivated when they have a strong belief that they can achieve specified goalstheir individual actions will positively influence student achievement and valued consequences will be achieved if the goals are met. This theory directly links with issues of teacher and organizational capacity, such as the extent to which teachers feel they are supported by their principals and are given appropriate resources like professional development to reach SBPA goals.
Moreover, the motivational impact also would depend on whether teachers feel they have the pedagogical and content knowledge and the curricular resources necessary to help students reach the goals. In the context of SBPAs, the second theory, goal-setting theory, translates into the idea that clear and specific student achievement goals are more motivating for teachers than unclear or conflicting goals.
These two theories of motivation also suggest that for SBPA programs to work well, they need to have three major impacts on teachers. First, there would be an increased focus on student achievement goals due to goal clarity and the attachment of valued consequences to goal achievement. Second, teachers would have increased motivation to "do what needs to be done" to achieve the goals by increasing their commitment to the goals and attaching desirable and undesirable outcomes to meeting or not meeting the goals. Finally, school staff would increase their demand for the organizational resources needed for them to achieve the goals.
Six other conditions must also be present to maximize the likelihood that SBPA programs would have these impacts on teachers. First, teachers must believe that if they try they can succeed in achieving program goals. Second, the positive outcomes associated with the program must be greater than the negative outcomes, such as increased stress. Third, the bonus must be aligned with other motivating outcomes, such as seeing one's students achieve at higher levels. Fourth, the SBPA program's goals must be consistent with the goals of other improvement programs in place at the school. Student achievement in cognitive areas was assessed by standardized multiple-choice tests, and performance baselines were established in 1991-1992. In every area, annual improvement goals were set for schools in each subsequent school year, and schools received points for meeting those goals. Schools that received 75 or more points were designated as "exemplary" and their certified staff received $1,000 and support staff $400. Schools that earned between 60 and 74 points were designated as "outstanding" and their certified staff received $750 and support staff $300. Staff in schools that earned less than 60 points were not eligible for a bonus. There were no formal sanctions for schools that failed to achieve the accountability goals in any one year; however, schools with chronically low achievement could be placed in the Priority Schools program where, with district assistance, they prepared special improvement plans and identified resources needed to improve student achievement.
Kentucky's Accountalallity Program Beginning with the 1991-1992 school year, the state set a series of two-year goals for each school, with schools expected to increase their KIRIS scores by 10 percent of the distance between their school's baseline score and a longterm target that is equivalent to 100 percent of students scoring at the proficient level. The initial targets were based on the 1991-1992 score and were reset after each accountability cycle. If schools exceeded their goal, they were designated as "reward" schools and received funds that could be used for any purpose, including salary bonuses, as decided by a vote of the school's certified staff. The amount awarded to each school was based on the number of certified staff employed and the degree to which the school exceeded its goals. The minimum award amount was set at 50 percent of the maximum award amount; the average bonus paid to teachers at the end of the first accountability cycle (1991) (1992) (1993) (1994) was approximately $2,600.
Schools that dropped more than five points below baseline were designated "in crisis." Distinguished educatorsexperienced teachers and administrators trained by the state to provide technical assistancewere assigned to crisis schools and had the authority to terminate teachers and override school site council decisions if they deemed it appropriate. In the first biennium of the program, the crisis category was suspended due to concerns about the reliability of the assessment instrument. The crisis category was reinstated for the second biennium and nine schools were designated "in cri- 
What We Learned
Our empirical research showed that teachers working in SBPA program schools knew the goals of the program, understood them, and were committed to their achievement at high levels relative to other types of education reform efforts. Teachers who placed greater value on the bonus, and believed that if performance improved the bonus would be paid as promised, reported higher levels of goal clarity and commitment.
Most teachers reported that they were trying to meet the goals of the program.
Goal clarity was positively related to school performance. Our research suggested that providing rewards for too many goals could diffuse effort and responsibility so teachers would lose focus on what steps they could take to achieve the goals. Conversely, limiting rewards to too few goals, just reading and mathematics achievement, for example, could result in inattention to important but unmeasured outcomes.
Similarly, our research found that the goals of the program must be consistent with the goals of other organizational programs or the motivational power of SBPA programs was less likely to believe that they could achieve the goals and, indeed, their schools were less successful in improving student performance. Also, schools with goal conflictfor example, magnet schools with strong themes that diverged from the SBPA program goalsoften lacked principal leadership that directed teachers to focus on SBPA program goals. This put teachers in the position of having to choose between the SBPA goals or the magnet school goals.
Research showed that the most important motivational factor in determining whether schools succeeded in meeting the SBPA performance goals was whether teachers thought they could collectively produce the desired improvements. But at the same time, we found that teacher expectancy was quite low in the SBPA programs we studied. Our research suggested that expectancy was influenced by the presence of various capacity-building conditions and other supportive district actions, like the creation of an information system and leadership from the principal and central office around standards-based instruction. Also important was teacher knowledge and skills related to improved instruction.
The alignment ofvital organizational resources to help teachers improve student performance was identified as important. Specifically, we found that the more successful schools were characterized by strong principal and district leadership supporting program goals, feedback on student assessment measures and results, a history of success with the program, meaningful professional development related to program goals, and structured teacher collaboration. Our research suggested that SBPA programs should be combined with other policies to build school and teacher capacity effectively and to align internal accountability systems with external accountability goals. The programs also should provide focused attention at all levels on achieving improvement goals.
With respect to the bonus itself, our research showed that the salary bonus is one of the top four valued outcomes that teachers experienced as a result of the SBPA program (See Table 1 ). Other valued outcomes included personal satisfaction from meeting program goals and from seeing improved student performance, opportunities to work with other teach- Scale: 1 = highly undesirable...5 = highly desirable.
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All differences between comparable Charlotte-Mecklenburg and Kentucky averages are statistically significant at the .05 level or beyond. Charlotte-Mecklenburg respondents were asked to rate the desirability of avoiding these outcomes: Kentucky respondents were asked to rate the desirability or undesirability of the outcomes themselves.
e.
Charlotte-Mecklenburg respondents were asked about having their school designated a Priority School: Kentucky respondents were asked about having a Distinguished Educator assigned to their school. ers, public recognition for school success in meeting goals, and opportunities to work toward clear school-wide goals. The bonus, together with these other rewards produced by the SBPA program, provided a strong motivation to change teaching practice.
Research did reveal that SBPA programs could also produce some negative consequences. Teachers indicated that in the process of trying to achieve the goals, they experienced a number of negative outcomes, including increased pressure and stress and increased hours worked. Programs with externally imposed standards and continuous improvement components, such as those in Kentucky and CharlotteMecklenburg, produced higher levels of pressure and stress than programs without these design features.
Teachers believed that payment of a bonus was appropriate for improvements in school performance; however, in some cases, the bonus was not deemed large enough to be a meaningful incentive for teachers to be motivated by it. Teachers agreed that larger bonuses would be more motivating and that if bonuses were too small, teachers might view them more as insults than incentives. For example, CharlotteMecklenburg teachers complained that in light ofoverall low wages for teachers, the relatively small bonus ($400 to $600 after taxes) was too small to be viewed as a reward for all the additional work it took to earn it.
Further, while the desirability of receiving a bonus was rated relatively high, teachers were not certain that if they achieved the goals they would actually receive the bonus. The doubt about receiving the earned bonuses appeared attributable either to past experiences with bonuses being reneged or to beliefs that the funding for the bonuses would be discontinued. However, despite the general suspicion about actually receiving an earned bonus, teachers in schools that had achieved reward status were more likely to believe that if they met the goals they would be rewarded again.
CI eckIHs hoop h' a Mors SucceseM SBK\ Pvogram
Provide feedback on the results of past assessments to help teachers refine curriculum and instruction.
Make sure SBPA goals do not compete with other school goals.
Institutionalize a consistent source of funding for school-based performance awards.
Set the bonus amount high enough to compensate for increased stress and hours worked.
Involve teachers in the design and implementation process so they help decide the level of improvement sought and the mechanics of the program.
Measure every performance goal in a systematic, valid, and reliable way.
Select equitable measures that address student mobility, students with disabilities, limited English proficient students, students from low-income backgrounds, etc. to calculate rewards.
Attain the active support of the principal.
Evaluate and adjust the SBPA program as needed.
In addition to the above checklist, more information on SBPA program design and administration can be found in the paper; "School-Based Performance Award Programs: Design and Administration Issues Synthesized from Eight Programs," by Allan Odden, Eileen Kellot; Herbert Henenzan, and Anthony Milanowski. The paper is the outgrowth of a research conference on designing and administering SBPA programs sponsored by CPRE-University of Wisconsin in October 1998. The paper is available at www.wcerwisc.edu/cpre/teachercompt Research also revealed that fairness was central to the success of SBPA programs. For this purpose we defined two types of fairness: substantive fairnessthe development of program designs that adequately account for differences in student populations and school resources; and procedural fairnessestablishing, communicating, and following the rules so that teachers know what is expected of them. Procedural fairness also involves providing and following an appeal procedure and treating teachers or schools equitably according to program rules. Both types of fairness appear to be important in order for SBPA programs to be motivating.
We found that, on average, teachers neither agreed nor disagreed that the SBPA programs were substantively fair, and they slightly disagreed that the programs were procedurally fair. Both types of fairness proved to be related to teacher expectancy, with teachers who perceived the programs as fair to be more likely to believe that their efforts could improve student performance.
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Implications for Policymakers It would be inappropriate to suggest that there is only one way to design an SBPA program aimed at improving student achievement. It is evident from the research findings noted above that there is variation in both teacher attitudes and in actual outcomes. However, we believe that our research findings have important policy implications for people who are designing an SBPA program.
SBPA programs work by producing high levels of awareness of program goals and by focusing teacher, school, and district efforts on goal achievement. Thus, the power of SBPA programs is in their ability to focus teacher efforts and channel organizational resources to key educational goals. To that end, program designers must consciously and deliberately align SBPA goals with other school goals. If perfect alignment is not possible, the relative priority of the SBPA goals compared to other goals must be made very clear.
For an SBPA to be successful, teachers must believe that if they try they can succeed in achieving program goals (teacher expectancy). Thus, the power of SBPA programs to motivate could be greatly strengthened by increasing teacher expectancy. One way to do this is by providing more of the conditions needed for the goals to be met; the SBPA program can create or enhance the presence of these conditions. For example, teachers may have more opportunities to collaborate about educational goals as a result of the accountability program. Similarly, school-based performance award programs can foster goal focus, enhance the development of relevant teacher knowledge and skills through opportunities for professional development, focus district efforts, and provide guidelines for policy consistency. The development of knowledge-and skill-based pay and the creation of interventions, such as the Kentucky Distinguished Educator program, for declining schools are but two additional efforts that could enhance the necessary enabling conditions.
Program designers should look to developing rich human capital resources in schools. This can take many forms, including providing appropriate and meaningful professional development opportunities for teachers as well as providing opportunities for teachers to use their strengths in areas beyond the classroom. Linking compensation to knowledge and skills and appropriate professional development can also increase teacher buy-in and motivation to change their practice to improve student achievement.
Another strategy is to establish professional networks external to the school that give teachers insight into program goals and strategies for improvement. For example, in Kentucky, some schools that failed to achieve program goals were provided external educational experts in the subsequent year who worked individually and collectively with teachers to develop teacher knowledge and skills needed to achieve program goals.
A specific area that our research identified as in need of additional focused attention is more active support and program management from principals. The active commitment ofprincipals is crucial to the success of SBPA programs, yet principals often have little or no guidance from the district or state as to how to carry out program goals. Our site interviews revealed a high level of variability in the extent to which the principals fostered teacher commitment to the program. While some were very proactive, others seemed genuinely at a loss as to how to rally their staff and help them achieve the goals. Thus, for an SBPA program to have maximum motivating effect, program designers must pay specific attention to the critical variable ofprincipal leadership.
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Program designers must be sure to provide positive outcomes that outweigh the negative outcomes to make it more likely that teachers will change their behaviors in order to meet the goals and receive the salary bonus. A basic assumption underlying SBPA program design is that the goal and the award will act as an incentive; paying salary bonuses appears to provide stronger incentives than other types of performance outcomes, such as publicity and bonuses paid in the form of school improvement funds. Nonetheless, there are trade-offs in any design approach and while continuous improvement and externally imposed standards increase pressure and stress, they also are likely to produce more significant changes to curriculum and instruction over time.
Thus, for an SBPA to be motivating, program designers must be sure that teachers will believe that the bonus and other outcomes associated with goal achievement are worth the effort. One way to do this is to enhance positive outcomes by providing larger award amounts, better feedback on student performance, and enhanced opportunities for teacher collaboration and professional growth. The evidence from our research combined with research on bonus incentives in other types of organizations suggest that bonuses equivalent to 3-5 percent of base salary (about $2,000 per teacher per year) would be meaningful and motivating.
Program designers also must set goals at a level that is achievable so teachers will perceive that they are capable of meeting the goal and thus receiving the award. In addition, teachers must have faith that the award will actually be given to those who meet the goals. This trust could be strengthened by improving communication between labor and management, by attaining a strong and sustained policymaker commitment to the SBPA program, and by providing a funding source that is insulated from cuts due to cyclical variations in educational resources.
Our research suggests that program designers can enhance both substantive and procedural fairness through the involvement of all key parties in the design process to ensure that variations in school context are adequately addressed in the program design. In addition, the program should include an ongoing and significant investment in communication to teachers, principals, district administrators, parents, and the public. The information communicated to these stakeholder groups should go beyond a brief overview of the program. It should include information about program rules and procedures, program outcomes, appeal procedures, material to be covered on the assessment, rubrics and procedures for grading the assessments, changes in the program or assessment, and program rationale over time.
Program designers must be sure that the goals and indicators used to assess progress pass the "face validity" test; that is, can teachers understand them and do they believe that the goals and indicators are a fair assessment of educational progress? If teachers understand and accept the goals, both teacher expectancy and motivation to achieve the goals will be enhanced.
Summary
SBPA programs work to focus teacher and system attention on key educational goals. Current designs have a number of key elements in place, such as rewards that are school-based, a focus on continuous improvement (so each school competes with its own past performance), and frequently, implementation in the context of larger standards-based reform efforts. These programs are most effective when they are combined with comprehensive strategies to build school capacity and focus teacher attention and school and district resources on achieving program goals.
However, our empirical research suggests that the motivational press of SBPA programs could be strengthened by a better communication of goals, enhanced teacher expectancy, enhanced teacher perceptions that earned awards will be funded, and experimentation with larger award amounts. We believe that policymakers could improve the design of their SBPA programs by addressing these areas, as well as by engaging in a participative and well-planned design process. Education, 12(0,43-59. Heneman, H. G., III, and Milanowski, A. (1998) . Employees' withdrawal responses to their individual base 8 pay and group bonus pay systems. Paper presented at the annual meeting of the Southern Management Association, New Orleans, LA.
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For more information about CPRE's teacher compensation project, please visit our site on the world wide web:
www.wcenwisc.edutcpretteachercomp/ This web site describes the history of teacher pay, the current teacher compensation system, and explains alternative forms of teacher compensation. The site describes the work and key findings of CPRE's research on teacher compensation, provides information on state and local school teacher compensation reform initiatives, features an annotated bibliography of teacher compensation publications, and includes a wide variety of resources on teacher compensation. ISBN: 0-8039-6779-9. (1999, $54.95) .
Edited by Margaret Goertz (University of Pennsylvania) and Allan Odden (University of Wisconsin-Madison), this book offers a conceptual overview of the issues involved in designing, implementing, and evaluating school-based financing policies. It also reports on the experiences of three countries that have enacted school-based financing policies, discusses different approaches to funding schools in the United States, and provides insight into how schools allocate and reallocate dollars.
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